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The/prmaq? goal of this study was to answer the gmst.j.pn,

"what charaoteristics o'f\.teatimers contribute to students' motivational .
experiences in the classroam?" A secondary goal was to replicate and
extend the fmdmgs of Koenigs, Fiedler anCi deCharms (1977) which ’

demnstrated that‘. teachers of vary-mg belief - systems engage J.n“dlfferent

patterns of classroom mteractlon with their students. The ratiocnale for

, the regearch 1s enmdded”mthm two tmoretlcral framevnrks " personal

‘e

. caosatlon, p051ted by deCha,nrs (1968) and conpeéptual SYSE?"S theory,

proposed mltlally by Harvey, Hunt and Schroder (1961). The objectives,

N
then contribute to an;integration of two theoretical approac'hes for

understandihg classrbcm eVents 'I‘he gmdmg ccnceptual hypothesls was that
} \
teachens belief- systems aff\ect the manner in whlch they J.nteract with their

students which, in turn, influences the students' experiences of motivation.

- Theoretical Framework

14

Personal Causation

¢

/ Personal causation is a nmotivational variable (deCharms, 19§8)

whlch descrlbes the exper;enoes persons have when they are initiating, in

oontrol of and responsmle for the1r own actions. The theory Jmplles

‘, that "when a person feels he has personal causatlon, he f'eels that ‘he has

¢

.. ,some contr@l over his fate- he feels that he can orlgmate at least some

' ~

of l;is own behavigr rather, than havE it ent.lrely dictated from w1thout"

. (Koenigs et al., 1977,p 100). when individuals experience themselves engaging

. J.n act1v1t1es of then:‘ o choosing, thew are oonsldered Origins; that 19,
they feél" personal ecausation, "the J.nltlatlon by an mdlva.dum of behavior
mtended to produce a change in the env:.rcmment " (chharns 1968, p.6). ln
contrast, "a Pawn is a person who perceives his behav1or as. determined by

extema.l forces beyond his contr (pp.273-274).
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Whether one acts as an Orlgln or as a Pawn is dependent on the
anount of freedom allowed or stnlctured imposed by the partlcuhr ,/Z )

mvironment Kmx*r{mn Note 1) .:md deChanng, Dougherty and Wurtz

. (Note 2) manlpulated experl_mental oondltlons in a manner that would

o
reflect these situational extremes. Both stuches oonflrmed that under

Origin conditiors, subjects felt more freedom, greater enjoyment of the

task, and more motivation to_continue thah when they were’in the Paum

.

situation. (

s

!

v

Hypothesmmg that training in persocnal causa-tiEn should make school

-

g llfe Jore mtrm51cally notlvatmg for’ teachers and students deCharms
(1972, 19!76) initiated a Jongitudinal field study. DuruLc; training
sessjons 'teachers were é'xoouraqed to understand ard experlenoe thenselves
as causal agents. The teachars, in turn, deve]qped trama}nq;otﬁ\ts for

gClassroom use to inCrease their students' m:)tJ.vatJ.on The goal of these
’)

"activities was to encourage s;tudents to assume responsibility for their

&

<

even\‘f in which they participated. When compared to students who chd nof

own learning‘by helping them to<\interp‘ret and feel in comtrol of the

receive tram:.ng, the students of tra:med teachers had fewer absenoes ana '

LRI

j tardies, greater sta&xdarchzed achievement gams, peroelved their classroons

@
R

<

a§ more conducive to mtl.vatlonal experiences, and had higher ‘scores on a- - 2
meagure of the Origin-Pawn variable developed by Plimpton (Note 3), . ‘
s .

The ©o erstency of these patterns of results orarpted questlons

such as, what are the natural oonchtlonsl that foster Orlgm—llke act1v1t1es

~

-

sher
.

e
v
L)

N

and classroom environments that are rrotlva;mq? vhat does.persor}al g:ausptlon ,

— v

theory predict about the nature of ‘tegrher - student interactiong? ‘Noting '

.

‘\
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“is called a hit. Iff the students ¢omply with the teacher's statement or |

* observation

S -

7

U

?stemq and rmx)qni'/.inq the importance of group meatxrs'

. , ] p
participation\in the lecadership and socialization litcrature, Iiedler

(1975) modeled an cbservation measure of classroam influence patterns

)

after'Joxues and Thibaut's (1958) approach to uwnderstanding dyadic <\

.

J.nteractlons Cy . e :
’ Y

' In explaining mterpersonal behav1or Jones and Thibaut dlSt:LngulSh
between two kinds of mteractlons An assymetncally ‘contingent inter-
aclion is one "in which the behavior of one actor is fully oontmgent ‘on
the behavior of another, but the other s&behavn.or is mdepen;lently

determined..." (p.155). In reciprocally oont:mgent interactions, "the

1
4

behavior of one actor is contingent on the behavior gf the other and vice .

versa" (p.iS?). Fiedler (15115) reasoned that assy'netrically; contingent

mteractlons would dmaracterlze classrooms in which teachers expect

their students to oonform to teacher demands a!nd discourage student

.initiations. Reciprocally contingent interactions would desctibe class-

rooms in which teacheré%stinmlate and ac)mo;lledge student participation.
Fledler hypothe51zed that students experiences of personal causation
would be stronger in classrooms wheh teacher - pupll interactions were
reca.procally oontmgent, rather than assynetrlcally oontmgént

To neasure the extent to which teachersl/engage their students in
reciprocally contingent interactions,_ Fied_.ler developed the Hit-Steer

. ‘ .
Observation System. Using her terminology, a verbal statement intended

to influence ‘class activities offered by either: the teache‘r or students

»

.
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the teacher with the students ' they have been steereg Refﬁsal to
/ }

coply with a hit is a- no s steer. If a response does not have a &il‘early

scorable omsequent, it is m&n’ded ~ag*a conditional steer I\ssmung

RN Y
. that the teachets is the controllmg mfluence in the classnocm, a high

proportlon of pupll hits to total teacher and pule hits 'de.cates that
\
teacher and students engage in a pmm:tlvely mterdependent relatlonshlp. .

Us&g deCharms (],968) shorthand. terns shared infloence connotes teachers

and pupils mtﬁeract_mg as Origins.. ’Fledler s results demonstrated that

teasher - student interacticn patterns are positively related to students'
experiences‘of personal causaticn . In'clas\sroat’s wheére the pro%ao’rtioh

of student mfluenoef‘atterpts was high, rrean classroa'n scores on the Orlgm
Cl.unate Questlonnalre were also high. questmrﬁna.tre (Koenlgs & Pbss,
Note 4) Was d’e51gned to tap the clegree 'Léh pupils ceive that the’y’
are invited to orlgmate behavior in the classroom oF‘led r reported
t}aat hlgher Origin Clunate scores were also s‘lgnlflcantly related to / .\

/ &
gtudent”achiévement "indicat¥ng that Students léafhed more in classes

where theyn felt they had more control over the:cr behavior...." (p 742).

}

By demnstratmg the rec1procal nature of teacher and stt:dent
interactlons,J‘Fledler' has oontrlbuted a behav:Loral measure of personal
causatlon In its orlgmal form, however, the obsérvatlpn system assesses
general mfluenoe attenpts and does not dlscrz.mmate between varieties

"of teachet and pupll hits. One intended outoome of the present study ‘was.
to refme "the observat«a.on measure to dlfferentlate between .those h1ts
Wthh oontr:Lbute to the creatlon of classroom cl:.mates oonduc1ve to -
learnmg frcm those which 1nterfere with t:he lnarnlnq process. Valul,ntmq

o

e
the new subca‘tegorles by xelating them to teachers' oor’)oept.ual oonplc xi Ly
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- Teacher Conceptual Systems . . :

»

Harvey Hmt and&Schroder (1961) def;ne a concept as "the

nedlmn through whlch the de.Vldual establlshes and mamtalns ties

with the surmund.mg world“ (p ll) Concepts~delmeate a’"system of

Y

ordermg" (p< 1) for the md1v1dual Harvey s research has led to the
Ldentlflcatlon of four belief systems each &f which cohsists of

a set of predispositions to perccive, feel toward

. and respond to, ego—'invol\fing stimuli and events in h

E4

“a consmtent way. As such, 1t operate.ias a kind of _

TN ' ~ psychological filter which renders ¥he mdl\udual .

Qlectlve in his dlscrlmnatfms, .m what be attends

, RS to, ln what generates p051t1vedand negat.we affect

| w1thmh1mand1ntheways h@respondstwa.rdcertam- 3.

' . bands or famlly of stimuli. Especmlly relevant for
-~ educatlcn, the person's bellef systems addltlonally " \

influence the km;i of cues or ,guideposts on whlch one

’

relles and utlllzes mm%; his dems;oné‘ (Harvey,

] . NoteS,pp 2-3) .. L s e

, . N~ A
w

'I‘he charactenstlcs of a teacher representa.trve ‘of each of. the four

",
. -
v 3

: belief systems are sunnarlzed below - ..
/ System System 1 functlonmg shOWS a “smpler oognl ' atruc-‘
.. ture in. regard to domains of hlgh 1nvolvenent“ when ocmpared to other
systems G{anzey Note 5, p. 5) .Such teachers rely Upon their role as _,
autherity in the c;l;\s‘sroan to malntam orde.r and esi:abllsh rules Thelr
. jtxiqnents aof pupll beha\uor are extreme and evaluatlve ThéY are the

S '

N RV R

'\‘1‘- ‘\ .-’ ) .- .0 .
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* most punltlve and rigid of all the systems _ Because "such persons have

epistemic assumption that men ad events a:re cdn;rolled by some ‘stpra-

Cito dlSt?USt reject; and wei

/

.

a, low tolerance for anblgulty and moertamty, as teachers they prevent

. oonflicting mputS‘f,rcm entermgétl'}elr own fielFds and consequerttly,

PN S JRN . )
that of their pupils. This absoldtism is base on "a priority, the

- B
. personal force" (Harvey; Note 6, p.ll). \ Coe
P\ ’
§yst 'I'}’us functlonmg is characterlzed by an absolutism as

(

strong as that of System 1, btls distinct because its representatives tend
g negatively many of the cues [on the assess-

ment measureP, éxpecmlly those relatmg to establlshed custom and authorlty,'

4 -

Wthh are used as p081t1ve guldelmes and 81gns of validity by persons of

AJ

Syste'n 1" (HarVey Note 5, 'p. 8) . This'person, is the cynlc or ru.hJ.llst.

Harvey noted that Ehe probablllty of a teacher be:l.ng a representatlve of

>

. th1s system 1s rare (Note 5, Note 6) ;

' stem 3. 'Ihése teactiers are less evaluatlve and, more alstract than

~de
either ‘“the- System 1 or 2 representatlves 'Ihey are nost oqnoerned with
{.

J.nterpersonal\ harmony and therefore mamtammg a oomfortable and happy

-

classroom( Theu belléfs are valldated by peer norms and classroom rules

<

are~decided by student oonsens “\ ,
§yst 4. "ThlS, the rost abstract of the four systens, is character-

ized by high task orlentatlon, mformatlon seekmg, low dogmatlsm, creat1v1ty

.

‘ (m the sense of offermg solutions to problerrs that are high-in both nqvelty &

and approprlateness) ' openness to mputs fran diverse sources and a high
mdependence “of judgment" (Harvey, Note 5, p. 8). . “In a study ‘'of parent-—

¢hilg relatlon_s Harvgy and Feﬁ(lnor (1970) found that the System 4 repre-
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sentative is the recipient of a diversity of expericnces as a child. 1t

. . / “ ’
" can be inferred that these teachers will prescnt a variety of activities ‘
(»\

to the1r puplls -that will encourage novelty and exploratlon ThlS T
orlentat;.on rejects "both a prierity ‘and consensus as the ultJmate cr1ter1a

of va{ldlfty, Lbut does not] insist on an exclusively 1d1:syncrat1c or ‘ |

SOllplSth p051tion 5[Representat1ves] are plurallstlc in their conceptlons ]

 of causality..." (Harvey, Note 6, p. 15). ’ o, P/
* A 'series of stt:die‘s/ conducted by Harvey and his colleagues (1966,

1968; Note 7) demonstrated the relationship between teachers" conceotual

- wa
camplexity, classroom environinent and student behaviors and performance.
Concrete, inflexible teachers wexe found to be .more d1ctator1al and 1esq

task orlented than teachers who were abstract, flexible and percept:,ve to

; . \
the needs of their students. Students of the abstract teachers were more

]

involved, active,’ higher in achievement, and.less concrete than students . ‘s

>

taught by teachers who were less conceptually complex.

More recently, NKoenigs_ (Note 8) posited‘t:hat teachers' conceptual
complex:rty 1s assoc1ated with' students' motlvat ‘ional experlences and found
that Orlgm Climate Questlonnalre No/te 4) scores were a posn.t(we, linear N

'_ function of. teachers' bellef systems. Smcec:}d.[ér‘s (1975) data was o
obtained from a subgroup of ‘Koenigs' sainple, ‘the data from both projects
were analyzed together and are reported in Koenigsy Fyed.ler, and deCharms
(1977). .The results that t\l’y{z present‘support a g)nceptual scheme that
lmks the oonstructs of teacher belief systems teacher - student influence’

patterns, clfsroom climate and student achlevement ‘Brlefly, "teachers

——whose verbal-utterances concerning their beliefs show more openness,’

| |
: . .
9 . <ol
' -




B
at

.

K

f‘\ " interactions also vary? Influende attenpts made by System 1 teachers who

. ) . . yd t
complefty, interpersonai sensitivity, are more apt to accept and

hence enfourage influefice attempts from pupils. Morcover, the pupils

"oare ‘&Am of this and arc fully capable ol 1epogting TRE (p. 109).

Analyses using achicvemept data,’ though' only aviilable for a subgroup
¢ of these clas;foars, shoned "that in classrocms where f:upils have more !

' ;nfluenoe achievement is greater" (p. 110). Since the Harvey studies
J
(1966, 1968; Note 7) used multidimensional rating scales to study the °

nature.of” teacher - student relatlonshlps, the results of Koenigs et al

. are notevprthy because they substantiate the,suppos1tlon that obser,vable‘

-

teacher and student behaviors are rélated to teachers' beliefs and class-

room environments I \ ;
- .
Rev1smn of the ‘Observation .)lstem .

1f. teachers of varqu belleF systems al Ldw thelr stulents dlffe{em‘

' degrees of influence during classroom 'interaction, do the naturc¢ of the

* >

are concerned with maintaining structure and order in their classrooms may
- be functlonally different from those made by System 4 teachers who are more
conoerned with enoouragmg novelty and exploratlon The quallty of student
influence attempts, in urn, may vary based on the norms teachers set for
their classroats. " For e le; in response to a request from the tea_cher,
a student theore‘tically‘ha% several choioes. H2 n;ay simply respond, refuse
to resi:ond, or he may initiate his own request. However, the action he
chooses may already be determmed by the oontent of the teacher s dll"eCtIV(‘
The teacher may have preempted student choice by imposing structure or

invited pupil action by stimulating alternatives. ' /

" N
N y »

10~
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In response to these questlons the Hit-Steer Observation Systan

#
was refu;ed to mclude finer discriminations of the teacher and pupll

- 1
- ~ 1nfluence cateqgories. ‘Two typoes 633 toncher lnrs were identif md an
#

EN mposing teacher hit, whlch imposes certain behavmrs or, standards of °

.~ .
°

performance on the student or requlres a spe(_iflc response; and an
‘ mv1t1ng teacher hit, whlch helps . the student toward hypotheslzmg, self-

expressmn, or determmatlon of *a standard of performance. 'Ihree kinds

>

of pupll hits were defmed expressmg, an express1on of opinion or

-

feelmg about the lesson or task; attendmg, a request for specific
.msonnatlon or task. evalua‘tron or an offer of thp or adv'lce, »and\ noise,
a request for per.mission or p'reviOusly given infor.:mat.ion ,\or attention-
\ “getting behaviar. S ? Y : ' )
: An example of ah imposing teidcher hit would Be, "Do you think the

@ o

bread ‘became mpldy because it was exposed ‘to oxygen”" but "Do you hive

. ¥ any 1deas why the bread grew mold”" wouId be scoted as ‘an inviting teacher

\
hit. 'Imposmg teacher hltS. lxmu.t0 the range of responses open to the,
. student so that a pupil steer of "yes" or "no" would likely ‘occur, as 141

this example. A student's response to the inviting question would be

‘~~ rd

scored as an expressmg pupil hit if s/he_ sald "Could it %e because it was

eXpOSed to air and-water?" An attendmg pupll h1t muld be scored 1f a
/
student asked "What colar is the mld”", and a n01se pupll hit, if s/he

asked "What was the questlon?" or "What page are you on"' .

mtheses N

- »

With the inclusion of the subcateqorles into Iiedler's ( 1975)

observatlon system, the repllcatlon of the ermgs et al. (1977) study was

initiated. In general it was hypothes1zed that the relatlonshlps between

3 N - -, -

ERIC SRR
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‘,participate in the study. o, . .

11
teachers' belief systens’, classroaxf integaction patterns,'and classrobm .

clJ,mate would be sustained. To add clarity to these relatlonshlps

'spe01f,g,c hypotheses were formulated for each of the teacher and pupil hit

subcategories. It was expected that beache.rs with more complex bellef

systems would stimulate pupil 1nfluence attempt by employing mv1t1ng
teacher hits which students would aclmowledge by offermg expressing and

attending pupil hits. Less oomplex teachers , on the other hand, were °

expected to use more imposing teacher hits: Studeént iﬁfluence attenpts in “*

,

those: classroans would tmen be luruted to noisa pupil h1ts as students
reoognlzed their teachers 1rrp11c1t concern with namtammg certam

procedures As a consequence of inviting pupil influence, it was hypo- v

thesized that hlgher belief system teachers wcaul\r create classroom cl.unates

more ocnducwe to students“ xperlences of personal causat;;Qn tman wou.ld

less aBstract and more absol utistic teachers. o !
\ R C
‘ ’ ' . ) .__tl_l.‘i = ! ‘
, . . : N ’/
Partic:.@ts - Tt A
O . [ 2% \ . ’ .

o
Teachers and students in 39 sixth grade classroons f /Ffour sehool

~

disiricts_ in the metropolltan area of a large m:dw,%tern ‘Ql greed to-

J"
&
.
. .

kasures and Procedures

-~ . <

Belief Systenrj #Teachers' conceptual systems were measured by tmo

"This I Believe" Test developed ﬁy Harvey¥(1964, 1965) . with this ir}sEru— .

meht snbjects respond far two mjnutes to each of 12 sentences such as *

"This I beli@ve about teachmg" OI/"ThlS I belleve about success

are instructed "to wrlte your opinions or bellefs Aabout several tbplcs * Please,

Responden'ts

°

12

i e St e o S | A AN M
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- « 4
. )
2,

write at least two (2) sentences about each topic..,.Be sure to' write what

° *

~.;you genu.mely belleve " In addltlm to tfachmq and success “the teachers '

v
wrote be11ef statements to ten other referents: educatlon dlsclplme,

religion, erendshlp, people individualized m;trucLJon, forcign aid, .

msubordinatlon, polltlolans and the American way of life.

<

o ’I‘he conpleted protocols were coded by two traa.ned raters who

-

cla551f1ed each mto one of the four belief systerrs or ‘into an admlxture A
of two systens ” The pfrotooolﬁwere also rated on seven dimensions 1dent%f1ed
by Harvey openness, candor,, evaluatlveness, exte:cnallty, cyn1c1sm, optmu.sm '
and snrp11c1ty-odnple)aty The mter scorer rell{ablllty ooeff1c1ent for '

.
A

this sample was 89%. - °

I

For purposes "of, analyses the cb.stnbutlon of belief system soores ’

was dlvlded into four groups representing increasing degrees of conceptual

- complexity. Group A consisted of eight teachers whose pr:mary belief system

scores were System 1 and one teacher whq soored System 2. Group B con31sted
of 13 teachers whose belief system scores had elements of w System 1 and
System 3. Eleven teachers whose pr:.ma.ry belief system soore was System 3
were ‘lncluded\a.n Group C. Group D conslsted of five teachegg whose belief
system.scores included admixtures of System 4. ne teacher chose not to

complete the "This I Believe" Test which reduced the Tsanple size to 38

. A . . %

teachers for the analyses involvi.ng belief\ systém data. A -

" Teacher-Student Interactlon Observatlons of approxJ_mately an hour's

.

duratlon were, oonpleted in the 39 classroans by tramed observors3 using Lh/\

revised’ Hlt Steer (bservatlon Syste'r;ﬁ Inter-oﬁaﬁnr rel1ab1 lity was 87.8%.
ch

~

For 32 of the 39 observat ions; oanpleted the tea comp] 1od with a request

to schedule obﬁtlons durmg a social studies class

A <.13 ,
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\\ N
, pupil hits to' total teacher and pupil hits was computed for each claesroom

“the grpleted fuestionnaires and asked to seal it in the presence of the

13

- P r \\

-

Classrocm observation scores were standaidized for 20 mmute tune

blocks to correct for dlffexenoes n/ total)observatlon time. A ratlo of

as an' indicant of the ani:unt of influence students were permitted to share.
Since each new subcategory is correlated w.ith its deflnmg major’ categery
of mpil or teaeher' hits ' a ‘conjecticn was employed to .rezrove' the natural
effects of, for example, classrooms with a high frequency of pupil hits .
ob:v'iously having a greater chance of having more expressing, attending,

or noise pupil hits than classrooms with a_low frequency of pupil hits.
Standar ized T score eonversions were calculated for each sx'lbcategory'
based on its estimated value Whlch was predlcted “from its major category

Classroom Climate. Following each classroom observation tihe teachers

. were given standardlzed written mstructlcns for admxm.stermg the Orlg;.n
Climate Questionnaire (Koenigs & Hess, Note 4) to ‘their students. The®
instructions emphasized that the stgden}:s be mformed tLat their responges

were confidential:  Each teache¥ was given'an ehvelope in which to collect
- -

children. \ ‘ L f
- 0 A .
The questionnaire consists’ of 24 Likert type items which measure the

extent to which students perceive that. their teacher (1) allows them control

é °

within the classroom, (2) encourages goal setting and (3) instrifment.al
ooy

activity to (4§) realistic goals, encourages them to assure (5) personal

responsibility for theJ.r actions and (6) nu:gtures a .sense of self confidence.

1“ *

SR P

Examples are "The teacher gets upset when we try new things"' and "The’teacher

tells us how to use our extra time". The complete instrument with scoring

]

instructions and validation data can be found in deCharms - (1976).

<+
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Twelve protocols six boys and six guls) were randomly selected

tobescored frcmeach classroom and serveast.hemeanscore recelvedby

each teacher. The maximum score Of the questlonnalre is 120 points.

(o]
Results

s Teacher. Belief sgzstems and Classroom Interaction ° .}
Uslng the; four belief system groups as the independent variable
and the ratio of pupil hits to total teacher and pupil hits as the dependent
variaple, a one-way analysis of variance was performed. Since proportions
are not r;ormallybdistributed, ararc sin trar;sfo\;t\atim was oerformed on the
" ratio score for purposes of statistical analysis (Winer, 1962). Table 1
mcludes the mean percent of student influence for each belief system group
and mdlcates that students share mcreasmgly nmore classroom influence w1th
higher belief system teachers. The results of the analysis approached . 9
statistical significance (F(3,34) = 2.70, p(.06) and lend support to ‘the
Koenigs et al. (1977) dé}mstrat_im of the same relationship. ‘
The ,analyses using the teacher and pupil 'hit subcategories provide
o insight into how teachers' belief systems affect the classroom experiences
their students have. Correlations with the bglief system dimensions provide
valldJ.ty data for the new subcategories. The correlat.lons between teacl'lmers
openness, canple{.lty, and externality and the ratio of pupll h1ts to total
"hits in their classrooms : are +.43,+.43, and -.42, respective Teachers
who score hJ.gh on openness and camplexity and low on externality are more
lJ.kely to enomgage their students to share in the influence procsss
‘ The evaluatlveness dimensiay is negatlvely related to teacher lr\leltmg
" hits (g-.40). ‘Thus, evalwativeness is associated with imposing !eacher

9
. &

1
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hits (inviting and imposing are mutually exclusive). Teachers who are open
and complex are influenced byh. their students with expressions of hypothese—s
and opinions (r=+.48, +.38, tes'péctively). Pupil influence attempts scored
noise occur in classroams where the teacher is Jow on openness, candor, and

) carple‘xity (_r;= -.37, -X}, -.34). Relationships with the subcategory of
attending were negligible. i )

Analyses of variance with the belle’f-}stem grouping as the
indépexxdent variable were canpleted for each of the subcategories..'Ihe
standa.rdlzed T scores for each category were entered as dependent varlables
Ss.gnlflcant differences between belief system groups were denonstrated for
the pupll e.xpressmg subcategoxy mdlcatmg that teachers with \gher bellef !
systens engourage such omtnbutlcgs from their students more often than{(
teachers with less abs;trac\tlelief systems (F(3,34) = 3.47, p(.05). Table T
also includes data, expressed in terms of percentages, for each of the

- *&wcategones For example, 3% of the pupil hlts :\mthe lowest belief system
JMg::ox.tp were expressing pupil hits, while 15% of the pupﬂ. hits initiated in
the classrooms of teachers in the hlghest group were scored expressing.

’I\eacher Belief S}Lstems and Origin Climate

o~

Table 2 presents the mean scores on the Ongm Clx}éte Questionnaire
for each teach;r belief system group. An analysms of variance with Orlgln

. CJ.{;/nate socores as the dependent variable, revealed significant differences
"between the groups (F(3 34) = 4.01, E< 02), re'pllcatmg the re\mlts reported

by Koenigs et al. 41977) . s




. S - B

\
. _Classroan Interaction and Origin Climate’
K
To test the relationship between the degree of student influence

and the classroom climate, the distriibution of the ratio of pupil hits to
total classroom hits was d]§y1ded into three groups of 13 classroons each

)

representing increasing amounts’of student influénce. Tabrh .3 presents the -
mean Origin Climate‘soores for classrooms where the proportion of student -
influenoe was low, moderatef? or'high. The analysis of variance was
hit;hiy significant (§(2,.36) ="6.27, p_(.OOS), replicating the relationship
reported by Koenigs et al. (1977). ,)
Correlational 3halyses indicated th t the expressmg pupil hlt
. subcateqory was pOSitively related to the mean Origin Clin'ate scores -

-

(r— +. 37) while the noise pupil hit subcategory was’ negatively related

(___-— -.32). Analyses of variance were performed with each subcategory s
distribution divided into tertiles to serve as the independent variable

Mean Origin Climate soores serve as the dependent variable in each %nalySis .

N When the grouping variable was based on the distribution of expressmg

pupil hits, analysis of variance indicated that Origin Climate scores gere

N . = .

higher in classes where students influence their teachers with greater
'amounts of expressing hits. Tablé 4 presentsthe mean climate scores. The
reiat”ronsmﬁ is m@ly 51gnif1cant (F(2,36) = 5.92, E,Qoos).

\'\

“The relatiorxship between noise pupil hits and Orighh Climate scoreg

“

_was in the expected direction as can be seen in Table 5 but the analy51s
did not reveal statistical Significance The results using the distirisut 1ng
of the subcategorms of inv1tmq, imposing, and uttnnr]inq wiere rwai«;nhl:- amw
therefore, are not reported- here. ‘

e
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~ D1scuss1on
With the repllcatlon 'of Koenigs, Fiedler and ‘deCharms' (1977)

C’J
+

pattern of results the oonpatlblllty of personal causatlon theory
deC}zarrrs 1968 1976) with the conceptual systems approach to -

coxgplenty (Harvey, 1964) has been conflrmed The systeIrs teachers
hY
rely on to substantiate their beliéPs clearly affect the manner-in

¥

" which they mteract with their students and mfluence the expern&ences

students have in the ¢lassroam s;tuatlon

The refinements of the t r ahd student influence subcategortes

were proposed to deterrm'he ether and how the nature of teacher and

student hits varled glven the teacher s belief system Their’ inclusion

met with some degree of success. The correlatlonal analyses that T

. examined the re],ax.mshlps between the dimensions of the "This I Belleve"
Test and the newsxmcategones prov1de eonstruct valldatlm for the teacher
hit subcategories and the’ expressing and noise pupil hit subcategories.
Conceptually, those categories are associated with the teacher character~
istics that would be expected The analyses'of variance, however,
demonstrated significant differencés between teachers belief systems

anly for the expressing pupil hits. The relatmnshlps of the subcategory

of noise with belief systems and Origin clina\t/e are. promiging enowih to

-

warrant pursuit. . s

The lack of statlstilcal strength for the other subcategorles could

be explained in several ways. A lack of consonan w1thm the theoret1cal

framework can be discounted as an explanation sincg, by providing a,

replication of Koenigs et al. , the relationship/between personal causation

)

and belief systems is supported: In/a/tead, a eful examination of the

@
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operational defmlt.lms of the subcategorles seems more appropriate. .

.As defme{ attendmg pupil hits were scored when studéxts Ynitiated
"on task" influence attempLs. 'I!hese included requests for S[X‘ﬁ:lflc' ‘
information as well as requests for the teacher to sanction or approve

the thuients' work or behavibr. Acoordiﬁg to personal causation theory

' Ori.gins score higher on self confidence than do Pawns, who would be
> ' more likely to seek, external approval for their ections. Requests
for sanctienim'g, then, may indicate students' inseci;rity or rigid

'adherence to teachers' rulee. Although ‘such x:équésts are not "off

tesk",_ they do not contribute. tG{ the ocms;-_ructive flow of a lesson as

attendz.ng hits should. Whether- another pupil hlt subcategory that

could extract requests for Mlaw approval would have a hlghe.r .
frequency ‘of occurrence in the classroams of System 1 teachers compared

kY

to hJ.gher belief system teachers is an enplncal guestion,
h The teacher hit subcategones, mv1t1nq and J.nposmg, warro in con-
v ceptual  accord with personal causation tbeory;\_’_‘ operationally were
not di te enough to dlfferentslabe classroom, mteractmn patterns.
The fact that the two subcabegorles are mut:ually exclusive is problematic.
Inv1t1ng occurs mfrequently in all classrooms. Consequently, imposing
was scored for all other (teacher hits, rather than chscrlimnat:mg
between them. me way -to 1dent1fy varletles of teachei\hlts of an
mpos1t101pl nature would be to obtam observational czata from two
classroars whose beachers employ teaching styles that are clear{y

.

dlffereht. r . ° ; i
~ . » .

J




Returning to the qobjectives of the stt.ldy, it‘#appears that the
effort to refme the Hi‘t-Steer Observatlon System is moving ina *
promlsmg dlrectlon, but 1sk not entn.rely conclusive. More progress
has been nﬁde w1th the pupil h1t subcategorles than with the .
teacher h1t subcategorles .In fact, one study that has been reported
else«vhere (Cohen Note 97 prov1des evidence that the pupél hit
subcategorles can dlscrmu.nate between teachers who participated in

an in-servme personal causatlon training program an%those who did not.

The goal of contr:.butmg to the mtegratlon of two theoretlcal approachesi‘ft

for understandmg the classrpom is m slght The théones proposed by

deCharms and Harvey have been logically and consistently put to ‘g,, .

“éhpirical test over a 15 year period. Both approaches have moved £
the theoret1ca1 plane to the f1e1d based study of the classroom.

%

»Addressed together, they pave a route capable of bringing researcﬁers )

cl¥u to an understandmg of the mtlvatlonal dynamics that occur

>

between students and their teachers. v b .

[N
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. I acknowledge the influence of Joyce and Harootunian's manual
(1967) for coding teachers! verbal behaviors in devélopiﬁg these sub~
tegorieszdf "devélo;nent'of procedures" and

categories. ﬁeix;;

\"handlmg of mfomatlm“ were cmceptually separated mto oommmlcatlons

that (1) J.npose pupil compliance and (2) éncourage pupil act*on

<ufh 1' 28
. g . .

2 o . ’
S.S. Koenigs and D.J. Shea coded the-"This.I Believe" Tests.

[

e 3 .
J.E. Porter_served as the second observer.
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Belief System Group

i

9)

13)

b

‘ ' ¥ . Table 1 .
Observation Ddta Means for Four Belief System Groups

-

Total Classroom Hits . Teacher Hits - . ::‘: ,Pupil, Hits -.

§ Student Influence % Invite % Impose % Express % Attend $%

8

25 ’ 9- 9@ - . 3 75 :

28 9 91 ! - 14%. = T1-
~ . - ‘ ) v
m “w, . R '. <
35 14 86 - FE 70 .

¢

39’ 13 . & 15 79
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N Classroom Chmato ’zoorcc; for

%3.
. * ‘/

Four Teacher Belle)% em,,Gro
. %218& 3 ups
e - SOy :
« ' o Soore on
Belief System Group . Originy Climate Questionnaire

A(n=9) - : 82,22
78.92
87.82

87.40




N . Table 3

Classz;oan Climate Scores for

" Three Student Influence Groups

Percent of Student Influence

@

Low (8% - 223)

Medium (23% - 378)  ~)

High (38% - 63%) o . .
\° o™

(.
Note. Maximum score = 120, - A
"Each group n = 13.

b\\.

J
_ - -
. J
|
= -
Mean Score on

Origin Climate Questionnaire’

.

80.92
81.00 o \\\\
89.38 -~ ~—_
‘ - -
Lo ":
-

L
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Table 4
t
Classroom Climate Scores for
Three Expressing Pupil Hit Groups '
\\-n.‘_J v N .
|
N . - , :
AR Amount of Mean Score on
‘ Expressing Pupil Hits Origin Climate Questionnaire )
| Low (n=13) . ' 79.69 )
N L3
Medium {n = 13) \ 82.62
High (n = 13) A 89.00
v ‘ '\
-, “ ;
. Not&) Maximm scare = 120. | T
i *
,
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Amount of
Noise Pupil Hits

. 04
‘High (n = 13)

Medium (n = 13)

Low (n = 13)

, Table 5

Classro&m Climate !cores for

" Three Noise Pupil Hit Groups

. * Mean Score on

~—r”
81.08

85.25
85.00

'.\,b_e"

Origin Climate Questionnaire
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i

-




